




















Recent	  research	  into	  teacher	  professional	  learning	  in	  Victoria	  found	  that	  teachers	  
who	  undertake	  professional	  development	  ac:vi:es	  do	  not	  necessarily	  change	  their	  
prac:ce,	  however	  posi:ve	  their	  learning	  experience.	  Evidence	  showed	  that,	  
	  
…	  enhancements	  to	  teacher	  exper/se	  may	  not	  necessarily	  lead	  to	  changes	  in	  teaching	  
prac/ce.	  While	  almost	  all	  Victorian	  teachers	  in	  the	  survey	  indicated	  that	  they	  have	  
modiﬁed	  their	  teaching	  to	  some	  extent	  as	  the	  result	  of	  their	  professional	  
development,	  almost	  as	  many	  said	  that	  they	  have	  only	  done	  so	  ‘occasionally’	  (43%)	  as	  
have	  done	  so	  ‘frequently’	  (49%)	  (Victorian	  Parliament,	  2009,	  p.	  10).	  
	  
Teacher	  professional	  learning	  is	  regarded	  as	  a	  priority	  area	  in	  educa:on,	  locally,	  
(Victorian	  Parliament,	  2009,	  p.	  1)	  and	  interna:onally	  (Yates,	  2007,	  p.	  1)	  as	  a	  growing	  
body	  of	  research	  conﬁrms	  teacher	  quality	  as	  one	  of	  the	  most	  important	  factors	  
inﬂuencing	  student	  achievement;	  it	  has	  become	  more	  important	  than	  class	  size	  and	  
school	  size	  (see	  Darling-­‐Hammond,	  2000,	  2003;	  Lovat,	  2003).	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In	  the	  past	  decade	  there	  has	  been	  a	  growth	  in	  knowledge	  about	  what	  cons:tute	  
quality	  professional	  learning,	  many	  of	  which	  are	  encapsulated	  in	  the	  “Guidelines	  for	  
quality	  professional	  learning’	  (Doecke,	  et	  al,	  2008).	  Work-­‐embeddedness,	  
diﬀeren:a:on,	  collegial	  collabora:on	  and	  partnerships	  and	  teacher	  inquiry	  are	  
recurring	  themes	  within	  the	  report.	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These	  guidelines	  ﬁnd	  resonance	  with	  interna:onal	  research	  which	  views	  teacher	  
learning	  as	  a	  growth	  in	  teacher	  exper:se,	  a	  qualita:ve	  change	  (Educa:on	  and	  
Training	  Commi\ee	  Report,	  2009);	  as	  something	  that	  teachers	  do	  for	  themselves	  and	  
in	  which	  they	  ac:vely	  par:cipate	  (Easton,	  2008);	  and	  as	  a	  long-­‐term	  process	  that	  
includes	  regular	  opportuni:es	  and	  experiences	  planned	  systema:cally	  to	  promote	  
growth	  in	  the	  profession;	  through	  inquiry	  in	  what	  Cochran-­‐Smith	  &	  Lytle	  (2001)	  call	  a	  
‘new	  paradigm’.	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Within	  this	  broader	  context,	  the	  Catholic	  Educa:on	  Melbourne	  introduced	  the	  
Collabora:ve	  Literacy	  Learning	  Communi:es	  (CLLC)	  a	  new	  two-­‐year	  professional	  
learning	  project	  ﬁrst	  oﬀered	  in	  mid	  2009-­‐2011	  to	  middle	  years	  literacy	  leaders	  and	  
teams.	  While	  the	  CLLC	  was	  designed	  to	  complement	  and	  build	  on	  other	  literacy	  
professional	  learning	  programs,	  its	  design	  is	  built	  on	  the	  research	  and	  experience	  of	  
the	  Networked	  Learning	  Communi/es	  program	  implemented	  by	  the	  Na:onal	  College	  
for	  School	  Leadership	  across	  England	  (2002–2006).	  The	  CLLC	  oﬀers	  innova:ve,	  
diﬀeren:ated	  professional	  learning	  by	  combining	  the	  concept	  of	  a	  collabora:ve	  
learning	  community	  with	  structures	  of	  distributed	  leadership	  and	  processes	  of	  
inquiry	  learning.	  	  
	  
These	  three	  ‘big	  ideas’	  –	  learning	  communi:es,	  distributed	  leadership	  and	  inquiry	  
learning	  –	  combine	  to	  build	  literacy	  leaders’	  and	  teachers’	  capaci:es.	  Speciﬁc	  aims	  
include:	  	  
•  to	  create	  a	  professional	  learning	  culture	  within	  and	  between	  school	  teams:	  
•  to	  generate	  coherence	  and	  con:nuity	  of	  literacy	  teaching	  through	  new	  knowledge	  
and	  shared	  language	  to	  describe	  literacy	  learning	  and	  teaching;	  and	  	  
•  to	  improve	  middle	  years	  students’	  literacy	  outcomes.	  





Deakin	  University	  Language	  and	  Literacy	  Educa:on	  academic	  Dr	  Anne	  Cloonan	  was	  
engaged	  by	  the	  Catholic	  Educa:on	  Oﬃce	  to collaboratively design and implement 
the CLLC program with three Literacy Project Oﬃcers from the CEOM. The team 
oversaw selection of the "rst intake of approximately 50 literacy leaders and 
teachers drawn from 11 schools – four secondary and 7 primary. The 2011 program 
consisted of four oﬀsite days for teachers ad "ve oﬀsite days for literacy leaders; 
school visits form CEOM staﬀ; a dedicated socially networked online site and the 




Deakin	  University	  was	  also	  engaged	  to	  undertake	  research	  into	  the	  experiences	  of	  
teachers	  par:cipa:ng	  in	  the	  ﬁrst	  intake	  of	  the	  Collabora:ve	  Literacy	  Learning	  
Communi:es	  program.	  The	  research	  was	  undertaken	  during	  the	  2011	  school	  year.	  
The	  aims	  of	  the	  research	  reported	  on	  in	  this	  PowerPoint	  presenta:on	  were	  two-­‐fold:	  	  
	  
•  to investigate the impact of features of the CLLC on participating teachers’ 
learning; and  
 
• 	  to	  gain	  evidence	  of	  the	  rela:onship	  between	  teachers’	  engagement	  in	  professional	  




Evidence	  of	  impact	  of	  the	  CLLC	  on	  teacher	  and	  student	  learning	  was	  gained	  through	  a	  
mixed	  methodological	  research	  design.	  Quan:ta:ve	  data	  was	  collected	  through	  the	  
administra:on	  of	  two	  surveys	  of	  the	  cohort	  of	  literacy	  leaders	  and	  teachers	  involved	  
in	  the	  2011	  CLLC	  program	  (see	  appendix).	  Qualita:ve	  data	  was	  collected	  through	  the	  
survey	  and	  through	  case	  studies	  into	  the	  impact	  on	  the	  learning	  of	  literacy	  leaders,	  





Teachers	  who	  par:cipated	  in	  the	  CLLC	  in	  2011	  were	  invited	  to	  undertake	  two	  online	  
surveys	  which	  asked	  them	  to	  rate	  the	  impact	  of	  their	  par:cpa:on	  in	  the	  CLLC	  on	  their	  
own	  learning	  and	  on	  student	  learning.	  These	  ques:ons	  included	  ﬁve-­‐point	  Likert	  
scaled	  items	  were	  used	  consis:ng	  of	  statements	  which	  required	  the	  teachers	  to	  rate	  
(e.g.,	  from	  strongly	  agree	  to	  strongly	  disagree).	  The	  surveys	  were	  implemented	  in	  
March	  and	  November	  2011.	  XX	  responses	  were	  received	  from	  a	  total	  cohort	  of	  XX.	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Further	  data	  was	  collected	  from	  teachers	  from	  three	  school-­‐based	  teaching	  teams	  
who	  responded	  to	  an	  invita:on	  to	  par:cipate	  case	  studies.	  Ini:ally	  these	  focused	  on	  
the	  teaching	  team	  and	  then	  narrowed	  to	  par:cular	  teachers	  over	  the	  course	  of	  the	  
research.	  Case	  study	  data	  included	  responses	  to	  open-­‐ended	  ques:ons	  asked	  in	  
teacher	  interviews;	  teacher	  reﬂec:on	  in	  the	  online	  CLLC	  wiki;	  researcher	  observa:on	  
during	  professional	  learning	  days	  and	  in	  situ	  in	  their	  Professional	  Learning	  Team	  (PLT)	  
and	  classrooms;	  through	  interview	  with	  Literacy	  Leaders	  and	  Principals;	  and	  through	  
document	  analysis	  of	  mee:ng	  agendas,	  minutes	  and	  planning	  documenta:on.	  	  
	  
Data	  rela:ng	  to	  student	  performance	  was	  collected	  by	  teachers	  as	  part	  of	  their	  
par:cipa:on	  in	  the	  CLLC	  and	  made	  available	  to	  researchers.	  Student	  data	  include	  the	  
usual	  informal	  and	  formal	  assessment	  tasks	  and	  work	  samples	  undertaken	  by	  
students	  as	  part	  of	  their	  literacy	  school	  program	  including	  assessments	  developed	  as	  
part	  of	  the	  CLLC.	  Student	  focus	  groups	  –	  twelve	  students	  from	  each	  of	  the	  three	  
schools	  were	  also	  conducted	  to	  enable	  students	  to	  comment	  directly	  on	  the	  impact	  




Teacher	  and	  literacy	  leaders	  par:cipa:ng	  in	  the	  CLLC	  program	  have	  the	  op:on	  of	  
undertaking	  accredited	  units	  of	  post-­‐graduate	  study	  through	  a	  partnership	  between	  
Deakin	  University	  School	  of	  Educa:on	  and	  the	  Catholic	  Educa:on	  Oﬃce	  Melbourne.	  
The	  accredited	  units	  of	  ter:ary	  study	  focus	  on	  school-­‐selected	  issues	  in	  literacy	  
educa:on	  within	  the	  context	  of	  the	  CLLC	  program.	  In	  2011	  (Year	  1)	  seven	  teachers	  













Teachers	  who	  par:cipated	  in	  the	  CLLC	  in	  2011	  were	  invited	  to	  undertake	  two	  online	  
surveys	  which	  asked	  them	  to	  rate	  the	  impact	  of	  their	  par:cipa:on	  in	  the	  CLLC	  on	  
their	  own	  learning	  and	  on	  student	  learning.	  These	  ques:ons	  included	  ﬁve-­‐point	  Likert	  
scaled	  items	  were	  used	  consis:ng	  of	  statements	  which	  required	  the	  teachers	  to	  rate	  
(e.g.,	  from	  strongly	  agree	  to	  strongly	  disagree).	  The	  surveys	  were	  implemented	  in	  
March	  and	  November	  2011.	  The	  quan:ta:ve	  data	  was	  collected	  from	  responses	  to	  
nominal	  ques:ons	  contained	  within	  the	  surveys.	  	  
	  
All	  12	  schools	  par:cipa:ng	  in	  the	  CLLC	  in	  2011	  were	  represented	  in	  the	  survey	  
responses.	  Two	  of	  the	  secondary	  schools	  were	  girls	  only.	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The	  par:cipants	  for	  the	  quan:ta:ve	  component	  of	  this	  study	  were	  30	  of	  the	  49	  
literacy	  leaders	  and	  teachers	  par:cipa:ng	  in	  the	  CLLC	  in	  2011.	  Of	  these,	  88%	  are	  
female	  and	  12%	  male.	  30%	  were	  literacy	  leaders	  and	  the	  remaining	  70%	  taught	  







Respondents’	  qualiﬁca:ons	  included	  four	  years	  of	  study	  including	  Bachelor	  of	  
Educa:on	  (46%);	  Post-­‐graduate	  diploma	  (25%);	  and	  completed	  Masters	  degrees	  
(25%).	  Two	  teachers	  were	  undertaking	  a	  Doctorate	  in	  Educa:on.	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50%	  were	  aged	  50	  or	  older	  and	  4%	  aged	  less	  than	  30.	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Par:cipants’	  years	  of	  teaching	  experience	  ranged	  from	  one	  year	  ac:ng	  as	  a	  Casual	  
Relief	  Teacher	  to	  40	  years	  of	  experience	  with	  majority	  teaching	  for	  between	  11-­‐25	  
years	  (39%)	  and	  26	  or	  more	  years	  (39%).	  
	  
Years	  of	  teaching	  at	  par:cipants’	  current	  school	  ranged	  between	  1	  month	  and	  27	  
years	  with	  the	  majority	  less	  than	  10	  years	  (85%).	  Their	  experience	  in	  teaching	  in	  the	  
middle	  years	  ranged	  from	  1	  year	  to	  40	  years.	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The	  average	  class	  size	  was	  approximately	  25	  students.	  Students	  were	  drawn	  from	  17	  
language	  backgrounds	  other	  than	  English.	  
29	  
Of	  the	  three	  literacy	  interest	  areas	  oﬀered	  through	  the	  CLLC,	  28%	  of	  par:cipants	  
focused	  their	  work	  on	  curriculum	  literacies;	  22%	  on	  contemporary	  literacies;	  and	  50%	  
on	  assessment	  for	  learning.	  	  
	  
Note:	  it	  was	  evident	  through	  interac:ng	  with	  the	  cohort	  that	  there	  was	  overlap	  in	  the	  
addressing	  of	  these	  three	  interest	  areas.	  All	  teachers	  in	  some	  way	  addressed	  
assessment	  for	  learning	  as	  part	  of	  gathering	  evidence	  for	  their	  teacher	  inquiries.	  
Most	  schools	  addressed	  contemporary	  literacies	  in	  some	  form.	  All	  par:cipa:ng	  




The	  inﬂuences	  or	  reasons	  for	  selec:on	  of	  interest	  areas	  were	  varied	  and	  oqen	  
mul:ple.	  Most	  common	  was	  school	  data	  (83%)	  and	  NAPLAN	  results	  (78%).	  




A	  ﬁve	  point	  likert	  scale	  was	  used	  to	  rate	  the	  usefulness	  of	  features	  of	  the	  CLLC	  in	  
impac:ng	  on	  par:cipants’	  professional	  learning.	  In	  the	  survey	  undertaken	  in	  March	  
2011,	  the	  three	  ‘big	  ideas’	  underpinning	  the	  program	  (collabora:on,	  distributed	  
leadership	  and	  teacher	  inquiry)	  and	  the	  three	  literacy	  teaching	  and	  learning	  interest	  
areas	  (curriculum	  literacies,	  contemporary	  literacies	  and	  assessment	  for	  learning)	  
were	  all	  seen	  as	  useful	  or	  highly	  useful	  features.	  
	  
Collabora:ng	  with	  colleagues	  from	  teachers’	  own	  schools,	  was	  found	  to	  be	  most	  
useful	  (4.6	  ra:ng	  average	  in	  March	  rising	  slightly	  to	  4.8	  in	  November).	  Learning	  about	  
and	  using	  teacher	  inquiry	  remained	  highly	  inﬂuen:al	  (4.3	  ra:ng	  in	  March	  and	  4.4	  in	  
November)	  as	  did	  the	  impact	  of	  learning	  about	  the	  three	  literacy	  teaching	  and	  
learning	  interest	  areas	  including	  curriculum	  literacies	  (4.4	  in	  March	  4.44	  in	  
November),	  contemporary	  literacies	  (4.47	  in	  March	  and	  4.48	  in	  November).	  The	  
inﬂuence	  of	  learning	  about	  assessment	  for	  learning	  grew	  slightly	  over	  the	  course	  of	  
the	  year	  (from	  4.4	  in	  March	  to	  4.56	  in	  November).	  Learning	  about	  and	  using	  
distributed	  leadership	  with	  colleagues	  from	  their	  school	  Professional	  Learning	  Team	  
(PLT)	  also	  rated	  highly	  (4.2	  in	  March	  and	  4.4	  in	  November).	  
	  
Compara:vely	  speaking,	  learning	  about	  and	  using	  distributed	  leadership	  with	  
colleagues	  from	  other	  school	  rated	  lower	  than	  other	  elements	  of	  the	  CLLC	  program	  	  
(3.3	  in	  March	  and	  3.8	  in	  November)	  as	  was	  collabora:ng	  with	  colleagues	  from	  other	  
schools	  (3.8	  in	  March	  and	  3.88	  In	  November)	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While	  the	  three	  ‘big	  ideas’	  underpinning	  the	  program	  (collabora:on,	  distributed	  
leadership	  and	  teacher	  inquiry)	  and	  the	  three	  literacy	  teaching	  and	  learning	  interest	  
areas	  (curriculum	  literacies,	  contemporary	  literacies	  and	  assessment	  for	  learning)	  
were	  all	  found	  to	  be	  useful	  in	  suppor:ng	  students’	  learning,	  teachers	  viewed	  the	  
impact	  as	  less	  than	  on	  teacher	  learning.	  	  
Teachers	  saw	  the	  impact	  on	  student	  learning	  increase	  as	  the	  CLLC	  program	  
progressed.	  	  
	  
In	  March,	  collabora:on	  with	  school	  colleagues	  was	  seen	  as	  the	  most	  useful	  aspect	  of	  
the	  CLLC	  in	  impac:ng	  on	  student	  learning	  (3.9	  in	  March	  and	  4.25	  in	  November);	  
learning	  about	  teacher	  inquiry	  (3.73	  in	  March	  and	  4.08	  in	  November)	  and	  learning	  
about	  using	  distributed	  leadership	  the	  least	  useful	  (3.6	  in	  March	  and	  3.96	  in	  
November).	  	  
	  
Teacher	  percep:ons	  of	  the	  impact	  of	  their	  learning	  about	  the	  three	  literacy	  learning	  
interest	  areas	  on	  student	  learning	  also	  developed	  over	  the	  course	  of	  the	  CLLC	  
program.	  Learning	  about	  contemporary	  literacies	  (3.73	  in	  March	  and	  4.38	  in	  
November);	  learning	  about	  assessment	  for	  learning	  was	  seen	  to	  impact	  the	  most	  on	  
student	  learning	  (3.8	  in	  March	  increasing	  to	  4.38	  in	  November);	  learning	  about	  





In	  March,	  the	  teachers	  saw	  their	  par:cipa:on	  in	  the	  learnings	  of	  CLLC	  as	  primarily	  
impac:ng	  on	  their	  own	  learning	  with	  a	  lesser	  impact	  on	  their	  students.	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By	  November,	  teachers	  were	  increasingly	  seeing	  the	  value	  of	  CLLC	  program	  
par:cipa:on	  in	  terms	  of	  the	  impact	  on	  student	  learning	  as	  well	  as	  teacher	  learning.	  
While	  this	  increased	  was	  most	  evident	  in	  the	  three	  literacy	  interest	  areas,	  it	  was	  
evident	  across	  the	  three	  ‘big	  ideas’	  as	  well.	  




Broad	  qualita/ve	  data	  on	  teacher	  response	  to	  the	  CLLC	  program	  and	  its	  impact	  on	  
teacher	  and	  student	  learning	  were	  also	  gathered	  from	  responses	  to	  open-­‐ended	  
ques:ons	  within	  the	  teacher	  survey.	  	  
	  
As	  the	  sample	  comments	  show,	  par:cipants’	  discourse	  reﬂects	  the	  elements	  which	  
have	  underpinned	  the	  CLLC	  program.	  The	  elements	  of	  collabora:on	  and	  distributed	  
leadership	  have	  fused	  for	  some	  teachers;	  embedded	  no:ons	  of	  hierarchical	  
leadership	  remain	  however	  teachers	  are	  comfortable	  in	  discussing	  themselves	  as	  
members	  of	  team	  responsible	  for	  change.	  The	  sense	  of	  themselves	  as	  researchers	  is	  
beginning	  to	  permeate	  their	  discourse.	  Changes	  in	  the	  focus	  of	  team	  work	  including	  
looking	  at	  evidence	  of	  student	  learning	  and	  engaging	  in	  collabora:ve	  professional	  
reading	  are	  evident.	  
	  
The	  three	  literacy	  interest	  areas,	  while	  all	  	  seen	  as	  very	  useful,	  have	  not	  really	  acted	  
as	  discrete	  areas	  of	  inquiry	  and	  focus	  for	  teachers.	  Rather,	  teachers	  have	  all	  focused	  
on	  assessment	  for	  literacy	  learning	  as	  part	  of	  the	  evidence-­‐gathering	  aspect	  of	  their	  
team	  inquiries.	  Many,	  if	  not	  most	  of	  the	  teams	  have	  adopted	  aspects	  of	  
contemporary	  literacies,	  both	  as	  a	  means	  of	  engaging	  students	  in	  tradi:onal	  literacies	  
(such	  as	  comprehension	  and	  report	  wri:ng)	  but	  also	  as	  an	  end	  in	  themselves	  in	  
preparing	  students	  to	  live,	  work	  and	  study	  in	  the	  21st	  century.	  Curriculum	  literacies	  
have	  been	  a	  focus	  of	  all	  the	  par:cipa:ng	  secondary	  schools	  as	  teachers	  see	  the	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The	  intersec:on	  of	  teacher	  learning	  and	  changes	  in	  pedagogy	  was	  noted	  by	  most	  
teachers.	  engagement	  in	  par:cipatory	  ac:on	  research,	  changes	  were	  seen	  in	  teacher	  
pedagogies.	  Challenges	  to	  teachers’	  understandings	  through	  a	  focus	  on	  professional	  
reading	  and	  use	  of	  evidence	  of	  student	  learning	  (including	  assessment	  for	  learning)	  
resulted	  in	  reﬂec:on	  and	  	  shiqs	  in	  teachers’	  pedagogical	  thinking	  and	  behaviour.	  
Teachers	  noted	  the	  impact	  of	  assessment	  informa:on	  as	  an	  ongoing	  guide	  to	  literacy	  
pedagogy.	  They	  also	  noted	  the	  impact	  of	  broader	  and	  deeper	  understanding	  of	  what	  
cons:tutes	  literacy	  which	  also	  had	  a	  pedagogical	  impact,	  for	  example	  with	  teachers	  
incorpora:ng	  a	  range	  of	  mul:modal	  texts	  -­‐	  including	  web-­‐based,	  digital	  and	  print	  
texts	  -­‐	  as	  study	  foci	  and	  designing	  tasks	  which	  involved	  students	  in	  mul:modal	  text	  
crea:on.	  	  
	  
Teachers	  felt	  that	  project	  involvement	  ‘opened	  my	  eyes’;	  ‘caused	  me	  to	  go	  out	  of	  my	  
comfort	  zone’;	  and	  ‘has	  given	  me	  the	  tools	  to	  teach	  in	  a	  way	  that	  is	  more	  interes:ng,	  
interac:ve	  [and]	  hands-­‐on’.	  Following	  18	  months	  in	  the	  program,	  teachers	  had	  begun	  
to	  see	  the	  inquiry	  approach	  as	  ‘a	  regular	  and	  normal	  part	  of	  my	  teaching	  approach’	  




Many	  teachers	  were	  adamant	  that	  their	  learning	  through	  par:cipa:on	  in	  the	  CLLC	  
program	  had	  impacted	  on	  their	  pedagogies	  in	  such	  a	  way	  as	  to	  impact	  posi:vely	  on	  
their	  students’	  literacy	  learning.	  Changes	  were	  seen	  in	  areas	  such	  as	  essay	  wri:ng,	  
reading	  comprehension,	  use	  of	  vocabulary,	  developed	  higher	  order	  thinking,	  
improved	  knowledge	  of	  texts,	  greater	  independence	  and	  increased	  cri:cality.	  
	  
Other	  teachers	  –	  par:cularly	  teachers	  from	  some	  secondary	  schools	  -­‐	  responded	  that	  
further	  :me	  was	  required	  to	  be	  able	  to	  judge	  whether	  program	  par:cipa:on	  






Qualita:ve	  data	  from	  teachers	  in	  the	  case	  studies	  show	  that	  par:cipa:on	  in	  the	  CLLC	  
program	  has	  led	  to	  teacher	  learning	  and	  changes	  in	  teacher	  iden:ty	  and	  pedagogical	  
prac:ces.	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Examples	  gleaned	  from	  case	  studies	  show	  that	  teacher	  learning	  appeared	  to	  impact	  
on	  student	  learning	  as	  demonstrated	  by	  both	  quan:ta:ve	  and	  qualita:ve	  data.	  For	  
example,	  in	  one	  case	  study	  student	  comprehensions	  levels	  the	  percentage	  of	  
students	  in	  all	  four	  Year	  5/6	  grades	  considered	  to	  be	  achieving	  below	  the	  expected	  
level	  of	  comprehension	  fell	  from	  10%	  to	  under	  1%	  between	  March	  and	  September;	  
the	  number	  considered	  at	  the	  expected	  level	  fell	  from	  41%	  to	  8%;	  and	  the	  number	  of	  
students	  considered	  above	  the	  expected	  level	  increased	  from	  49%	  to	  90%.	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Student	  and	  teacher	  percep:ons	  of	  the	  impact	  of	  teacher	  learning	  on	  student	  
learning	  resonate	  with	  the	  ﬁndings	  from	  the	  survey.	  Student	  learning	  in	  terms	  of	  
engagement,	  responsibility	  for	  learning,	  crea:vity,	  and	  the	  quality	  of	  and	  pride	  in	  
work	  produced	  is	  evident.	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This	  research	  sought	  to	  inves:gate	  the	  impact	  of	  features	  of	  the	  CLLC	  on	  par:cipa:ng	  
teachers’	  learning;	  and	  to	  gain	  evidence	  of	  the	  rela:onship	  between	  teachers’	  
engagement	  in	  professional	  learning,	  subsequent	  changes	  to	  their	  literacy	  
pedagogies,	  and	  the	  impact	  on	  student	  learning.	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In	  drawing	  on	  the	  survey	  and	  case	  study	  results	  as	  well	  as	  the	  researcher’s	  
observa:ons,	  a	  number	  of	  ﬁndings	  can	  be	  made.	  	  
	  
The	  program’s	  opportuni:es	  for	  teacher	  collabora:on	  saw	  a	  shiq	  towards	  valuing	  the	  
important	  intellectual	  work	  undertaken	  by	  by	  school	  teams	  on	  behalf	  of	  students.	  
While	  there	  was	  some	  collabora:on	  between	  school	  groups,	  it	  was	  Intra-­‐school	  
collabora:on	  that	  was	  seen	  as	  the	  most	  valued	  element	  in	  teacher	  professional	  
learning	  and	  the	  site	  of	  teacher	  renewal.	  Protocols	  used	  by	  the	  CLLC	  project	  oﬃcers	  
assisted	  development	  of	  a	  culture	  in	  which	  professional	  trust	  and	  openness	  became	  a	  
responsibility.	  For	  some	  teams	  examining	  habitual	  prac:ces	  was	  clearly	  exposing;	  the	  
privi:sed	  workplace	  of	  the	  individual	  teacher	  was	  defended.	  However	  in	  many	  cases,	  
honesty	  and	  transparency	  about	  the	  actual	  performance	  of	  students	  and	  
implementa:on	  of	  pedagogy	  and	  assessment	  characterised	  professional	  
conversa:ons	  and	  teachers	  united	  in	  eﬀorts	  to	  make	  improvements.	  
	  
For	  program	  par:cipants,	  distributed	  leadership	  was	  viewed	  more	  as	  a	  culture	  of	  
contribu:ng	  to	  the	  project	  eﬀort,	  perhaps	  due	  to	  ingrained	  understandings	  of	  
hierarchical	  leadership	  structures.	  Where	  distributed	  leadership	  was	  embraced,	  this	  
energised	  and	  empowered	  school	  team	  members	  to	  contribute	  their	  talents	  to	  the	  
project	  regardless	  of	  their	  designated	  roles.	  In	  terms	  of	  a	  cultural	  shiq	  to	  leading	  
one’s	  own	  and	  others’	  learning,	  this	  was	  perhaps	  the	  most	  diﬃcult	  of	  the	  three	  big	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Teachers’	  intellectual	  work	  was	  supported	  through	  an	  orienta:on	  to	  inquiry;	  an	  
engagement	  with	  par:cipatory	  ac:on	  research.	  The	  shiq	  to	  becoming	  inquiring	  
researchers	  demanded	  much	  of	  teachers,	  project	  oﬃcers	  and	  academics	  alike.	  For	  
project	  oﬃcers	  and	  academics,	  accoun:ng	  for	  teachers’	  individual	  work	  contexts	  
required	  diﬀeren:a:on.	  The	  CLLC	  program	  needed	  to	  respond	  to	  the	  literacy	  issues	  
emerging	  through	  the	  work	  of	  the	  school	  teams.	  This	  required	  support	  to	  clarify	  
evidence	  of	  student	  learning	  through	  probing	  ques:ons;	  knowledge	  of	  research	  and	  
resources	  to	  develop	  insight	  into	  the	  iden:ﬁed	  areas	  of	  literacy	  educa:on	  requiring	  
a\en:on.	  	  
	  
Teacher-­‐researchers	  needed	  to	  develop	  	  knowledge	  of	  research	  methods	  including	  
what	  counts	  as	  evidence;	  a	  way	  of	  being	  that	  challenged	  taken-­‐for-­‐granted	  beliefs;	  
the	  capacity	  to	  tolerate	  ambiguity	  when	  trying	  something	  new;	  and	  the	  observa:onal	  
skills	  to	  monitor	  the	  change	  and	  reﬂec:ve	  skills	  to	  judge	  impact.	  In	  some	  instances	  
the	  rigour	  of	  ac:on	  research	  was	  not	  a\ained	  –	  teachers	  were	  ‘going	  through	  the	  
cycles’.	  In	  other	  cases,	  where	  observa:on	  and	  reﬂec:on	  were	  more	  highly	  
developed,	  the	  principles	  of	  ac:on	  research	  were	  more	  closely	  adhered	  to.	  Those	  
teachers	  enrolled	  in	  accredited	  Masters	  units	  more	  carefully	  and	  thoroughly	  
documented	  their	  work	  and	  engaged	  more	  deeply	  with	  professional	  readings	  on	  
par:cipatory	  ac:on	  research.	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Where	  support	  for	  school	  teams	  to	  par:cipate	  in	  the	  CLLC	  program	  days	  with	  
addi:onal	  opportuni:es	  at	  school	  to	  meet	  and	  develop	  their	  ac:on	  research	  projects	  
was	  available,	  and	  a	  personal	  commitment	  to	  the	  program	  was	  made	  by	  the	  teacher,	  
an	  alignment	  in	  approaches	  with	  students,	  teachers,	  project	  oﬃcers	  and	  academics	  
emerged.	  These	  can	  be	  thought	  about	  as	  cultural	  change	  rela:ng	  to	  shiqs	  in	  teacher	  
iden:ty.	  
	  
This	  cultural	  change	  involves	  ‘shiqs’	  for	  teachers.	  These	  shiqs	  include	  becoming	  
researchers	  of	  their	  pedagogical	  prac:ce;	  collaborators	  within	  and	  across	  schools;	  
leaders	  of	  one’s	  own	  and	  others’	  learning;	  and	  embracing	  a	  view	  of	  literacy	  as	  
dynamic,	  plural,	  social	  sets	  of	  prac:ces	  which	  for	  contemporary	  students	  require	  
ﬂexibly	  	  working	  across	  tradi:onal	  and	  new	  literacies	  in	  diﬀering	  contexts	  for	  diﬀering	  
purposes.	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